Introduction

47
The past two decades have witnessed a significant increase in the number of students entering 48 higher education (HE) in the UK. This is demonstrated by the Higher Education Statistics 49 Agency (HESA) who recorded a rise in the number of students enrolling for their first degree 50 from 313,589 in 1996 to 542,575 in 2015 (HESA 1998 (HESA , 2017 . Such widening participation in 51 HE has been maintained in recent years despite the majority of institutions increasing 52 undergraduate tuition fees to £9000 per year and it appears that numbers will remain high for 53 the foreseeable future. In this regard, the continued recruitment of a large number of 54 undergraduate students has been encouraged by the relaxation of government controls over the 55 number of students recruited by institutions, with the complete removal of government controls 56 on recruitment in 2015 being associated with a further small rise of 3% for the number of first 57 degree enrolments (HESA 2017) . The increased diversity of university students that 58 accompanies these increased student numbers is acknowledged to broaden the range of student 59 support needs to maximise engagement, progression and academic success (Crozier et al. 2008 ; 60 Harper & Quaye 2014).
61
The positive relationship between student engagement, retention and success during HE is 62 well-established and has stimulated a growing focus for institutions to develop evidence-63 informed resources to enhance the engagement of university students (Thomas 2012; Trowler 64 2010). This focus has been particularly aimed at first year students due to the elevated risk of 65 low levels of engagement with the learning environment and increased attrition in this cohort 66 during the transition from school to university (Schneider 2010; Trotter & Roberts 2006) . In 67 addition to institutions shaping the HE context to facilitate academic engagement, a growing 68 body of evidence has explored the influence of students' existing emotional and social 69 competencies in aiding them in the transition into, and through, university-level study (Keefer 70 et al. 2012; Richardson et al. 2012 ).
71
The definitions of academic achievement and academic success remain debated and these 72 concepts are often used interchangeably within the research literature. Acknowledged 73 definitions of student success are typical broad, as described by Kuh which identified that academic achievement is the most frequently used assessment of 82 academic performance in previous research and that this was almost entirely measured as the 83 grades achieved by the students (York et al. 2015) . In accordance with the definition provided 84 above, measures of progression and engagement were also frequently identified within the 85 literature (York et al. 2015) . The use of these most commonly employed assessment methods
86
were prioritised in the present study to facilitate comparisons with previous research within the 87 topic and due to the easily quantifiable and accessible nature of these data.
88
Emotional intelligence (EI) has generated significant attention as an explanatory variable for 89 important life outcomes, including the extent to which students succeed and progress during 90 their studies at university (Parker et al. 2011 American universities (Parker et al. 2004 (Parker et al. , 2005 . In this regard, high achieving first year 101 university students demonstrated greater self-reported EI scores on enrolment to university 102 compared with lower achieving students (Parker et al. 2004 (Parker et al. , 2005 Targeted interventions to support students with lower EI scores on entry to university are 143 promising and have primarily focussed on peer-mentoring from older students at the university.
144
In a Canadian university, this approach has been shown to reduce attrition in students who 145 received peer-mentoring either during the summer break at the end of their first year of study 146 or throughout the full academic year (Philippi, Kristensen, and Taylor 2012 25% compared with a cohort that did not receive the intervention (Qualter et al. 2009 ).
152
The benefits of peer-mentoring for students with low EI scores is encouraging. However, it 153 must be acknowledged that this intervention has resource implications regarding staffing and The purpose of the present study was to further investigate the relationship between the EI 167 scores of students on enrolment to university and measures of academic attainment, or studying for different degree programmes. We hypothesised that students with higher EI 179 scores on enrolment would achieve higher grades and have higher levels of engagement and 180 retention than students with lower EI scores. We also hypothesised that the provision of 181 supportive text messages would improve academic attainment, engagement and retention in 182 those students with low EI scores on enrolment.
183
Materials and methods
184
Participants
185
All first year BSc Sport & Exercise Science students at the same university in the UK were 186 invited to participate in the study in October 2015. From the cohort of 420 students, 358 187 students provided written informed consent for their data to be used within the study. All 188 participants would be expected to graduate from their three year degree programme in 2018.
189
To ensure that students did not feel coerced into giving consent, they were informed that student
190
IDs would be used to store data and to track student activity and engagement with support and The EQ-i:S includes 51 items that represent six subscales, four of which were used to determine 216 a total EI score in accordance with previous research (Keefer et al. 2012 ). These four subscales 217 (comprising 35 items) were used in the current study and are as follows: Interpersonal skills 218 (10 items assessing social awareness and ability to establish and be part of social relationships);
219
Intrapersonal skills (10 items assessing self-awareness and the ability to recognise and 220 effectively manage one's self-expression); Stress management (8 items assessing the ability to 221 manage and regulate emotions); and Adaptability (7 items measuring the ability to adapt to 222 change and solve personal and interpersonal problems). 
Group Allocation
238
The participants were separated into thirds based on their total EQ-i:S scores (i.e. highest, personal support that was available within the faculty and the university with a hyperlink to 262 details about these services. The message also invited students to 'drop-in' or make an 263 appointment to see an SLO using the hyperlink provided. Messages were tailored to match the 264 time of year at which they were sent, for instance, referring to preparing for examinations,
265
considering assessment results and preparing for the upcoming semester. Although these 266 services were available to all students within the faculty, the intervention highlighted the 267 availability of the services and made an explicit offer for the students to use this support. One-way ANOVA with post-hoc independent samples t-tests was used to assess differences 286 between tertiles for EI subscales, attendance, VLE access and the mean grade achieved during 287 the year. Differences between the intervention and non-intervention groups for attendance,
268
Monitoring of Outcomes
288
VLE access and the mean grade achieved during the year were assessed using independent 289 samples t-tests. Progression and withdrawal data were entered in binary form and compared 290 between tertiles and between the intervention and non-intervention groups using the Chi-291 squared test. Statistical significance for this study was accepted as P < 0.05.
293
Results
294
Baseline data 295 Total EI scores for the A-J and K-T tutor groups were comparable at baseline (Highest third: Table 1 ).
302
Progression rates 303
Chi-squared test revealed a trend towards a difference in progression rates to the second year 304 of the degree programme between tertiles when assessed as an entire cohort. This indicated 305 higher progression rates in the lowest third than the highest and middle thirds (P = 0.077; Figure 1d) . This difference appears to be the result of higher 310 progression rates in the intervention group (i.e., the lowest third of tutor groups A-J) compared 311 with the non-intervention group (i.e., the lowest third of tutor groups K-T) (P = 0.027;
312
Intervention: 87%; Non-intervention: 70%; Figure 1b) .
313
The number of students that withdrew from the degree programme before the end of the 314 academic year was not different between tertiles (P = 0.490; Highest third: 7 students; Middle 315 third: 13 students; Lowest third: 7 students). There was also no difference between tertiles in the present study was to evaluate the effectiveness of EI screening as a prospective measure to 369 identify students that might benefit from additional support during their first year at university.
370
The categorisation of participants into tertiles based on total EI scores follows a similar progression rates when participants were prospectively categorised.
373
A particularly novel aspect of the present study was the targeted provision of a text messaging 374 intervention to raise students' awareness of university support services at key time points 375 during the academic year. Although the present study may be regarded as a pilot intervention, 376 the initial results are encouraging. In this regard, compared with a matched control group, the 377 students receiving the intervention demonstrated significantly higher progression rates, higher 378 mean grades, higher attendance, and a trend towards greater VLE access. These seemingly and open university students that all students within this sample reported some difficulty when 390 entering HE (Gutteridge 2001) . In the present study we attempted to reduce the barriers to 391 support seeking by directly reminding students of the support available within the university.
392
Further investigation of the reasons underlying the lack of help seeking behaviours was beyond 393 the scope of this study but represents an important avenue for future research to establish how 394 to develop future support mechanisms that are most appropriate for the student population.
395
Although the text messaging intervention did not promote help seeking behaviours from the 
412
However, further research is required to substantiate the findings of the present study and to 413 assess student perceptions of support in response to this form of intervention.
414
The findings from the present study provide a number of implications and future directions for 
